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Exogenous Shocks and Teachers’ Motivation to Learn:
Pandemic and Professional Development in the United States

Abstract

In this article, we examine how the COVID-19 pandemic, an
exogenous shock to the United States education system, shaped teachers’
readiness and willingness to engage in professional development (PD). We
borrow the concept of exogenous shocks from economics and sociology to
illustrate how education practice can be driven as much by factors outside
the field (e.g., viral outbreaks) as by those within it (e.g., policy and
scholarship). Using the four substantive domains in Appova and Arbaugh’s
(2018) framework on teachers' motivation to learn in PD—teacher
education and PD, educational psychology, andragogy and adult learning,
and policy and accountability—we argue that teacher motivation, rather
than mere PD structure or content, is the true linchpin of teacher learning.
In that light, we describe some of the pandemic’s demotivational effects on
teachers’ learning in the U.S. and offer a roadmap for scholars to center
motivation in future PD research. We outline several pathways of inquiry,
including a renewed focus on links between teacher motivation and PD
effectiveness, the generation and application of new measures and models
of teachers’ motivation to learn, and the use of PD as an instrument for

teacher resilience and efficacy after an exogenous shock.

Keywords: professional development, teacher learning, teacher

motivation, COVID-19, pandemic
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Introduction

Of core social institutions in the United States, K-12 schools and

schoolchildren bore an especially harsh cost from the COVID-19 pandemic:

Over a 10-day period in March [2020], all 50 U.S. states closed
kindergarten-grade 12 schools and childcare centers...affecting
21 million children in childcare [and] 57 million students in
kindergarten—grade 12 schools (Donohue & Miller, 2020, p. 845).

With no warning and little time to prepare, teachers everywhere
launched a new paradigm. The implements of learning—textbooks, lab
equipment, musical instruments, the classroom itself—were suddenly
vectors of potential infection. Teachers shifted to virtual platforms, limiting
their contact with students and colleagues to email or videoconference. New
remote-learning curricula had to be developed in short order. Technical
problems were pervasive. And as late as March 2021, a full year into the
pandemic, 55% of fourth-grade students and 65% of eighth-grade students
were still enrolled on a remote or hybrid basis (U.S. Department of
Education, 2021). The COVID-19 pandemic was an exogenous shock to the
education system. Exogenous shocks in economics and sociology (Fligstein
& McAdam, 2011; Soluk et al.,, 2021) are sudden events that originate
outside a system but can have a significant, even structural, impact within it.
COVID-19 is a prime case because of how rapidly and enduringly it changed
education in the U.S. Seemingly overnight, teachers’ work was turned upside
down, illustrating that education practice can be driven as much by factors
outside education (e.g., viral outbreaks) as by those within it (e.g., policy and

scholarship).

In response to the pandemic, professional development (PD) was
vital. To find their footing, many teachers turned to webinars, online
professional learning communities, and virtual conferences, among other PD

opportunities. How did the U.S. teacher PD system perform? We see two
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paths forward as PD scholars consider lessons learned from the pandemic.
Researchers could treat the pandemic as sui generis, a once-in-a-century
episode that, while devastating, is unlikely to recur anytime soon. Because
interruptions to teaching and learning would be coextensive with the crisis
itself, rethinking PD theory would be unwarranted. Scholars could simply
apply prepandemic understandings of effective PD (Darling-Hammond et al.,
2017; Desimone, 2009). While this path may illuminate, in our view it would

ultimately miss the moment.

We suggest an alternate perspective: one that offers PD scholars the
chance to break new theoretical ground as they examine the events of 2020
and 2021. In its details the COVID-19 pandemic is singular; not since 1918
has the world experienced a health crisis of this scale. In principle, however,
schools contend all the time with instructional program disruptions. It is
obvious that exogenous shocks implicate PD design (e.g., virtual PD when in-
person meetings are unsafe) and PD content (e.g., training on emergency
remote teaching), but as revealed by the pandemic, effects often
reverberate much deeper and wider. The best-laid plans can be quickly
outdone by shocks affecting, even redefining, teachers' capacity to
participate in, focus on, and benefit from PD opportunities. Yet these

dynamics are scarcely mentioned in extant PD theory.

With this article, we begin addressing that gap. We open by briefly
describing the PD landscape in the U.S. before and after the COVID-19
pandemic. We then identify teacher motivation as the true linchpin of
teacher learning, impacting virtually all aspects of the PD enterprise but
particularly vulnerable in the aftermath of an exogenous shock. Next, we
introduce and apply Appova and Arbaugh’s (2018) model on teachers’
motivation to learn to frame the pandemic’s demotivational effects on
teachers’ learning in the U.S. Finally, we propose a research agenda that
centers teacher motivation, efficacy, and resilience as key constructs and

outcomes of PD.
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Teacher PD in the U.S.

PD is a universal vehicle for K-12 teacher learning in the U.S. Common
experiences include inservice workshops, clinics with outside experts,
webinars and other online PD, professional conferences, teacher
collaboration, and teacher coaching/mentoring. Every state conditions
licensure renewal on accrual of PD credits/hours and a full 99% of teachers
participate annually in some form of PD (Loeb et al., 2009; Taie & Goldring,
2020). Jacob and McGovern (2015) estimated that in the 50 largest U.S.
school districts annual PD expenditures was a combined $8 billion, or about
$18,000 per teacher per year. Scope ought not be conflated with
effectiveness, however. The PD enterprise is regularly critiqued as
insufficiently responsive to teachers’ needs and uneven in its demonstrable
impact on student learning (Guskey & Yoon, 2009; Hill, 2009; Jacob &
McGovern, 2015; Yoon et al.,, 2007). Moreover, because education
governance in the U.S. is decentralized—with states, schools, and districts
overseeing PD rather than the federal government—teachers’ access to
high-quality PD often turns on where they happen to work. There are
examples where varied state strategies beget similar PD outcomes. Jacquith
et al. (2011) examined PD structures in Colorado, Missouri, New Jersey, and
Vermont, concluding that the states all achieved “high levels of professional
development activity” (p. 3) despite divergent policy regimes. But as West
and Bautista (2021) noted, in the main, local differences give rise to
“multiple and fragmented [PD] systems [in the U.S.]—big and small, across
various jurisdictions, and accompanied by complex and sometimes

competing interests” (p. 59).

Researchers have made important strides in understanding this
variegated PD landscape. They generally agree on the core tenets of
effective teacher PD: content-specific, collaborative, sustained, and
consistent with local policy and teachers’ needs (e.g., Darling-Hammond et
al., 2017; Desimone, 2009; Desimone & Garet, 2015). Other advances
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include models for generating causal evidence relating PD to student
learning (e.g., Hill et al., 2013) as well as systematic literature reviews with
perspectives on what we do and do not know about teacher learning after
decades of scholarship (e.g., Kennedy, 2016, 2019).

Despite a well-developed, and growing, knowledge base on teacher
PD, amid the pandemic many schools still struggled to respond to teachers’
needs. Using data from the RAND Corporation’s American Educator Panels
Spring 2020 COVID-19 Surveys, one of the first nationally representative
accounts of educator experiences during the pandemic, Hamilton et al.
(2020) found:

A majority of teachers—62 percent—indicated that they had
received at least some training on how to use virtual learning
management platforms and technology. However, low
percentages of teachers indicated receiving training on the other
distance learning topics we asked about in our survey. For
example, fewer than 30 percent of teachers indicated receiving
any training over the past year with regard to ensuring that
distance learning activities are accessible to all students,
differentiating distance learning to meet individual student
needs, engaging families in at-home learning, or providing
distance learning opportunities that support students’ social and
emotional well-being. (p. 8)

These results suggest that not only did schools lack in their
immediate responses to the pandemic—which is understandable given its
exceptional nature—they largely failed to equip teachers for distance
learning prior to the crisis. Physical safety rightly has primacy in the most
urgent phase of an emergency (e.g., severe weather, unauthorized person
on campus), but continuity of instruction is vital, too, for its obvious
connections to student outcomes (Kuhfeld et al., 2020). Principals surveyed
seemed to acknowledge this, indicating that planning for future school
closures would be a high priority upon reopening (Hamilton et al., 2020).
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Motivation and Teacher PD: A Missing Link?

Ties between student motivation and learning proliferate in the
literature (e.g., Anderson, 2016; Elton, 1988; Ng et al., 2016; Roeser et al.,
2009), yet the same connection for teachers and their learning remains
underexamined (McDonald, 2012). Researchers have delineated the
features of effective PD (Darling-Hammond et al., 2017; Desimone, 2009),
but motivation is seldom expressly considered. Instead, when a PD
experience has elements such as a strong content focus, frequent
opportunities for active learning and collaboration, and sustained duration,
motivation is thought to implicitly follow. Access to high-quality PD is
doubtless important. However, because teachers’ practice is situated (Clarke
& Hollingsworth, 2002), mere participation is likely insufficient, especially
when PD is meant to spur more than superficial, procedural changes
(Desimone & Garet, 2015). Indeed, motivation may mark the difference
between compliance-focused and learning-focused PD engagement, as

Kennedy (2019) speculated in a recent literature review:

Suppose teachers privately dislike the approaches being taught
but comply with them only to be polite or to get their
[instructional] coaches to leave them alone. If this occurred, we
might see a gain during the program year, but the gain would
reflect compliance [emphasis in original] rather than genuine

learning and it would go away the following year. (p. 153).

The few researchers who have examined teacher motivation in the
PD context have focused on specific PD programs. Hynds and McDonald
(2012) studied teachers’ engagement in a 20-month school-university
partnership designed to address classroom practices and achievement for
culturally diverse students. They found teachers were motivated because (a)
they saw the PD as beneficial and relevant to their practice and for their

students, (b) they were personally convicted by the issue of cultural
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diversity, (c) the PD program was an opportunity to collaborate with like-
minded colleagues, and (d) program tuition was fully covered and teachers
earned credit for participating in it. West et al. (2021) took an opposite tack,
examining why a notionally effective PD experience—reciprocal peer
coaching (RPC)—was not sufficiently motivating for teachers. RPC was
designed for a small group of music teachers in an urban school district. Of
the eight teachers who initially signed on, only two completed the program;
the rest prematurely withdrew. Participants cited several demotivational
factors, including a perceived lack of agency in restructuring their teaching
contexts to accommodate RPC and insufficient school policy and
administrator support. Ultimately, the authors concluded: "Many [teachers]
believed carrying the ordinary burdens of their work left little energy for
additional professional responsibilities" (West et al., 2021, p. 21). These
works demonstrate how sound PD design is an essential but insufficient
condition for teacher learning; motivation plays a chief role, even as it

remains a “missing link” in PD research (Osman & Warner, 2020, p. 1).

Teachers’ Motivation to Learn After an Exogenous Shock

To consider teachers’ readiness and willingness to engage in PD in
the pandemic era, we turned to Appova and Arbaugh (2018), the only unified
framework we located on the connection between teacher motivation and
teacher PD. Appova and Arbaugh argued that “teachers’ motivation to learn

rests on four theoretical pillars” (p. 15):

e Teacher education/PD: whether learning experiences align with
established principles of effective PD such as content relevance,

collaboration, and sustained duration, among others.

e Educational psychology: whether learning experiences increase
teachers' confidence in their capacity to effect change in themselves

and in their students.
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e Andragogy/adult learning: whether learning experiences center
teachers as architects of their growth, respecting the professional and

life experiences they bring to their work.

e Policy and accountability: whether learning experiences are
adequately funded, tied to meaningful incentives or into preexisting
evaluation mechanisms, and supported by accommodations to regular
teaching duties such as release time.

The model’s distinguishing contribution is its additive nature. As
depicted in Figure 1, teachers’ motivation arises at the intersection of all four
domains, rather than being bound by any single one. Accordingly, even a PD
program with a strong grounding in two domains can still fall short for
insufficiency in the other two, as West et al. (2021) documented in the
aforementioned study of RPC:

RPC’s theoretical advantages, which motivated participants via
the teacher education/PD and adult learning theory/andragogy
domains, were frustrated by demotivators within the policy and
educational psychology domains. Scant support within one
domain thwarted relative strength within another. Thus, unless
growth-in-practice PD experiences are optimized across multiple
domains, they are unlikely to engender teacher motivation and

persistence in the long term. (p. 21).

Appova and Arbaugh’s (2018) framework has been used to analyze
the extent education-specific practices and policies impact teachers’
motivation to learn (e.g., West et al., 2021), but how might it operate in the
context of an exogenous shock, when factors outside the sphere of
education fundamentally reshape practice within it? Using the COVID-19
pandemic in the U.S. as an example and Appova and Arbaugh’s model as a
theoretical foundation, we explore teachers’ readiness and willingness to
engage in PD when “normal” schooling, teaching, and learning settings are
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Figure 1

Teachers’ Motivation-to-Learn Framework
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trading as Taylor & Francis Group.

Teacher Education and PD

From preservice teacher education to inserv

ice teacher PD,

motivation is often greatest when learning experiences align with teachers’
needs and goals (Appova & Arbaugh, 2018; Osman & Warner, 2020).

Preservice teachers are motivated by coursework they s

ee as relevant to

their future professional practice (Chelsey & Jordan, 2012), and inservice

teachers are motivated by PD that boosts their effectiveness and efficiency
in the classroom (Bray-Clark & Bates, 2003). Appova and Arbaugh (2018)
suggested that to motivate teachers PD had to “evolve beyond ‘activity’ to

instead support teachers’ learning from a growth model pe
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Other scholars reinforce this view, noting that sustained, job-embedded
inservice PD is often better suited to the complex and situated nature of
teachers’ practice (Borko, 2004; Darling-Hammond et al., 2017). Accordingly,
models such as professional learning communities (Gray et al., 2016) and
individual teacher coaching (Kraft et al.,, 2018) have been deemed most
effective, while conferences, workshops, and other short-term PD events
have been deemphasized. That teachers are motivated by relevant and

impactful PD is both unsurprising and well documented. The question is how

Vol.(46), Special issue - February 2022

these associations change in light of an exogenous shock. When
conventional PD becomes unworkable or inadequate—as it often did during

the COVID-19 pandemic—what happens to teachers’ motivation to learn?

Teachers have long valued PD that aligns with the day-to-day
challenges of their work. In fact, short-term workshops and clinics, which
feature tangible methods and quick implementation, remain the most
popular PD activity among U.S. teachers (Gallo, 2018; Wei et al., 2009; West,
2021). Since most schools and districts have traditionally awarded PD credit
based on hours spent (Loeb et al., 2009), many teachers are loath to
participate in PD that may not “count” (Davis, 2011). Moreover, despite
efforts to increase access to sustained PD in schools (Darling-Hammond et
al., 2017), teachers often struggle to integrate it into their already-packed
schedules. Thus, when given discretion, teachers rationally opt for
experiences that (a) fit existing workflows, (b) earn them PD credit for
recertification, and (c) are time-bound. Frequently left out are intensive
opportunities that may lack immediate relevance but are nonetheless
helpful in framing and addressing structural concerns (e.g., addressing the
needs of students with disabilities or expanding teachers’ content

knowledge in meaningful ways).

The pandemic has illustrated the limitations of an excessively
practical approach. On the one hand, teachers were contending with a set

of urgent quandaries: setting up online classrooms, adapting activities for
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distance learning, engaging students remotely, among others. Teachers
sought information via blogs, online message boards, webinars and other
venues where they could obtain instantly valuable advice and resources. At
the same time, the pandemic proved to be a systemic shock, utterly
sweeping in its reverberations throughout the profession. The problems
confronting teachers were deep, abiding, and growing: learning loss, mental
wellbeing, race and class-based performance disparities. Ascertaining and
meeting students’ myriad needs under these conditions was not going to be
accomplished with a one-hour webinar or a chance encounter in a Facebook
group. Yet in many cases these narrow experiences were all teachers could

muster, as they themselves wrestled with the effects of the pandemic.

Theories of effective PD have not customarily considered teachers’
emotional, mental, and physical readiness to learn. Korthagen’s (2017)
prepandemic critique was somewhat prescient in this regard. He surfaced a
“possibly inconvenient truth” (p. 391): the profession’s reliance on a “one-
sided rational approach to teacher learning, as if we can change teachers by
merely influencing their thinking.” Rather, he encouraged those concerned
with teacher growth to shift away from thinking about the curriculum
offered as PD to considering the learner. He further suggested that PD
providers embark on their own learning, where teachers’ thinking, feeling,

wanting, and social contexts should be of primary import:

People who wish to try and influence teacher behaviour may
themselves have to learn more about what actually guides
teacher behaviour and teacher learning and could often take the

affective and motivational dimensions more seriously. (p. 391)
After an exogenous shock it may be difficult to appreciate the link between
teachers’ mental wellbeing and their motivation to learn—but it is critical.

In the last two decades, PD researchers have increasingly

conceptualized teacher learning as a nested phenomenon (Borko, 2004;
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Opfer & Pedder, 2011, 2013); that is, it happens within and cannot be
detached from the circumstances of teachers’ practice (e.g., their schools,
students, colleagues, community). Laudable efforts were made to
contextualize PD, replacing one-size-fits-all experiences with those that are
individualized, sustained, and school-based. However, as we observed in the
pandemic, what PD theory advises, what is practicable from policy or
operational perspectives, and what in fact motivates teachers to learn can
sometimes be at odds. In 2020 and 2021, for instance, many teachers were
simply demotivated by how the pandemic changed their work: universal
distance learning, exceptional levels of student disengagement and
absenteeism, narrowed curricula, new technology, and more. PD responsive
to these conditions may differ in content and purpose from conventional PD.
Yet in many situations policymakers and providers were slow to act
(Hamilton et al., 2020), presumably because pandemics were thought to be
outside their purview. By definition, exogenous shocks are unforeseen;
diminution in teachers’ motivation to learn was perhaps inevitable.
Nevertheless, to mitigate against the most harmful effects of future
emergencies, pandemic or otherwise, considering exogeneity in the design,

execution, and study of PD programs would be a good first step.

Educational Psychology

Appova and Arbaugh outline the educational psychology domain
with two major theories related to teachers’ motivation to learn: social
cognitive theory (self-efficacy and collective efficacy) and self-determination
theory (intrinsic and extrinsic motivation). Within social cognitive theory,
self-efficacy is often broadly defined as one’s perceived ability to carry out
certain actions (Bandura, 1986), which is different from locus of control — an
individual’s belief about whether those actions influence the outcomes
(Bandura, 1997). Furthermore, collective efficacy represents “the group’s

shared belief in its conjoint capabilities to organize and execute courses of
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action required to produce given levels of attainments” and involves far
more than a collection of individual attributes (Bandura, 1997, p. 477). Both
efficacy and locus of control affect teachers’ learning, motivation, and
behavior. It has been documented that the individuals who believe they are
in control of the situation (and their success or failures in that situation) are
more motivated to expend energy and effort to overcome difficulties
(Schunk et al., 2012). Furthermore, social cognitive theory differentiates
learning from performance. However, although the two are separable,
motivation affects both learning and performance, as well as the
motivational inducement that may develop from engagement in learning
(Schunk et al., 2012; Zimmerman, 1989).

During the pandemic, teachers were required to practice within
deficient educational contexts (e.g., no classrooms, no face-to-face
interactions with students, teaching online and from home). Situating
teachers’ work within unfamiliar and underprovided educational settings
challenged their professional knowledge and competence (Chan et al.,
2021), especially since most teacher education and PD opportunities
prepandemic did not include much training on how to teach during an
emergency (Hamilton et al., 2020). Furthermore, teachers were expected to
teach online and yet, in the U.S., schoolteachers are rarely provided laptops
or instructional technology for home use. Teachers made professional
decisions based on no prior experience in teaching in these conditions, very
little PD, a lack of access to school supplies, no classroom resources (and
indeed no physical classrooms), and almost nonexistent instructional
technology available at home (or to take home from their schools).
Unquestionably, these challenges caused teachers a great deal of anxiety,

nervousness, and pressure.

Pandemic practice compromised teacher efficacy, locus of control,
intrinsic and extrinsic motivation. Teachers doubted whether their actions

had any impact on student learning. This was true for all teachers, novice
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and veteran alike. The professional playing field was leveled as few were
prepared to cope with the novel and evolving pandemic situation. However,
although all teachers were stressed and struggling, some managed the
situation more productively than others. We have early anecdotal evidence
of teachers reflecting on the pandemic, with some sharing that they “lost a
year” in remote teaching while others indicated that they embraced the
challenge and spent time and effort (and some personal funds) to explore
new ways of supporting online teaching and learning. This is undeniably
related to teachers’ motivation to learn, and we urge the scholars to explore

this phenomenon closely.

We believe the research on workplace stress, anger, and anxiety and
how it impacts teachers’ motivation to learn is a critical missing piece in this
framework domain. Deci and Ryan (1985) claimed that the individuals with
an internal locus of control make greater efforts to attain mastery over their
environment, which indicates intrinsic motivation to learn. During and after
an exogenous shock, most teachers do not feel a strong sense of efficacy or
locus of control due to the external (unfamiliar) factors and underprovided
educational settings, which are beyond their control. Therefore, the social
cognitive and self-determination theories may be limited in providing a
comprehensive understanding for teachers’ motivation to learn during an
emergency. Other studies, including those that are grounded in the “fight or
flight response” theory (Cannon, 1914), may help shed additional light on
how teachers’ responses and reactions to an emergency may impact their
motivation to learn. Several studies have examined how anger and fear
stimulate proactive behavior (Lebel, 2017; Grant et al., 2009), how negative
emotions in an organizational settings may trigger an employee to recognize
that the situation needs to be changed and thereby motivate them toward
a remedy (Elfenbein, 2007; George, 2011), and how experiencing negative
emotions and dissatisfaction may help to initiate professional learning
aimed at improving the situation or the self (Crant, 2000; Grant & Ashford,
2008).
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Andragogy and Adult Learning

Andragogy is gaining recognition in the U.S. across multiple
disciplines (e.g., education, medicine, management, criminal justice) and has
been adopted by several European countries (e.g., Germany, England,
Poland, France, Finland, Netherlands, Czechoslovakia, Russia, Hungary,
Yugoslavia) as a primary theory of learning for school and university
educational systems (Savicevic, 1991). Unlike children, who spend much of
their time learning how to learn, adults are firmer in their beliefs,
tendencies, and preferences in educational settings. Reflecting upon these
differences in learning, Knowles (1978, 1980) introduced the term
andragogy, from the Greek words “aner” (adult) and “agogus” (guide or
leader), to describe a theory of adult learning. Knowles claimed that
pedagogy (art and science of engaging children in learning) is quite different
from andragogy (art and science of engaging adults in learning) because
adults possess specific, adult-based qualities grounded in distinct learning

principles.
Merriam and colleagues (2007) outlined six assumptions about the

learner in andragogy:

e Self-Concept: Adult learners are independent, self-directed, and

autonomous.

e Intrinsic Motivation: Adults are more intrinsically motivated to learn,
especially since learning is centered around their professional goals

and needs.

e Need to Learn: Adults understand the value of professional learning

and know why they need to learn.

e Experience: Learning is centered around the learner’s professional
goals and needs. Adults’ previous experiences are viewed as rich

resources for learning, which aid and support adult learning.
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e Readiness to Learn: Because adults are intrinsically motivated and

have a “need to know,” they tend to be ready to learn.

e Orientation to Learn: Adults engage in learning for direct and often
immediate applications of the obtained knowledge, rather than for
(potential) future uses. Their learning orientation is life-focused,
often centered around problem-solving and undertaking a specific

immediate issue/task at hand.

These six andragogical principles provide a good foundation for

considering teachers’ motivation to learn after exogenous shocks.

First, the self-concept construct needs to account for the fact that
during PD teachers may flexibly transition between being dependent and
independent learners based on the professional learning activity and the
contextual, socioeconomic, and political factors that are influencing their
learning. In the case of an exogenous shock, when PD may be scarce and the
art and science of teaching and learning is compromised, some teachers may
thrive more as independent and autonomous learners, while others may feel
alarmed and frustrated and become increasingly dependent on help from

others.

Second, teachers are often motivated to learn both extrinsically and
intrinsically, especially since their learning is centered around their
individual needs and professional goals and the contexts that influence their
daily work (e.g., student learning needs, district goals, curriculum,
performance test scores). In case of exogenous shocks, however, when
external factors severely impact and alter teacher practices, self-efficacy and
locus of control may be destabilized or weakened. As a result, some teachers
may be more extrinsically motivated to learn as they cope in the immediate
aftermath of the shock. In contrast, as part of the “fight and flight” theory
we discussed in the previous section, some teachers may embrace the

challenge and try to develop novel methods of teaching. After observing
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success with their newly developed methods, these teachers may reach out
to colleagues, organizing teacher-to-teacher PD experiences to spread the
word. These teachers would thus exhibit higher self-efficacy and locus of
control as well as being more intrinsically motivated to not only learn but
also to create and support the professional learning of others. These
conceptual expansions help to better ground the need to learn and readiness
to learn constructs of andragogy, which postulate that adults understand the
value of professional learning and why they need to learn and, since they are

extrinsically and intrinsically motivated, they tend to be ready to learn.

Third, while we agree that during PD teachers’ previous experiences
should be considered as a resource of and for learning, after exogenous
shocks, when the familiar teaching and learning contexts are redefined,
previous experiences can become less relevant, even obsolete. In this
situation, conventional hierarchies between novice and experienced
teachers may be flattened to an extent, as everyone, for instance, is new to
pandemic teaching. This dynamic has important andragogical implications.
In the context of exogeneous shocks, PD organizers need different, and
nimbler, means of understanding teachers' professional goals. Teachers
ought to have agency in selecting PD opportunities that are relevant to their

daily work, even when the contours of that practice shift unpredictably.

Fourth, and finally, we question whether adults only engage in
learning for direct or immediate applications of obtained knowledge. Such
an orientation, particularly for teachers, is too simplistic in our view. For
example, many elementary mathematics teachers engage in PD focused on
the topics from advanced mathematics fields (e.g., linear algebra, calculus,
combinatorics), even though they do not teach these topics to children and
the obtained knowledge may not have direct or immediate applications to
their professional work. Also, many PD opportunities are currently being
implemented focusing on the issues of social justice, equity, and diversity to

help raise awareness and aid teachers in recognizing and addressing these
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issues if or when they surface in the classroom. We believe that teachers’
learning orientation is primarily work- and life-centered and may encompass
academic, intellectual, and professional endeavors that have direct (and
indirect) applications to their current and future work. This is especially
important for the exogeneous shock, which, by its terms, is a surprise event
with outside origins. PD cannot account for every contingency, but
generalized preparation can go a long way in helping teachers see an
otherwise nongermane learning experience as fitting and useful. For
example, see Christensen and Alexander's (2020) report on a school that
implemented “Distance Learning Days” between 2007-2012 to prepare for

pandemic-caused interruptions to in-person instruction.
Policy and Accountability

PD is a policy-bound field of practice because teaching itself is
governed by policy (e.g., certification, evaluation, pay). Appova and Arbaugh
(2018) defined policy and accountability and teachers’ motivation to learn
within the institutional environments of K-12 school districts, encompassing
various political, administrative, financial, programmatic, systemic,
procedural, and contractual aspects of educational reforms and platforms.
Inthe U.S, these aspects are typically associated with content areas and their
relative sociopolitical importance. For example, mathematics, science, and
literacy are often considered “high-stakes” subjects and students’ test and
performance scores are not only included in the school’s report card but also
used to make administrative, curricular, and fiscal decisions. Thus, PD of
mathematics, science, and literacy teachers is often at the forefront of policy
decision-making, and often takes priority over other subjects (e.g., art,

music, physical education).

Scholarship on policy, accountability, and teacher PD is extensive.
Researchers have studied performance and evaluations, financial incentives,

and professional rewards directly related to teacher accountability, reform
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adoptions, school leadership, and systemic change (e.g., Baker et al., 2010;
Coffman, 1911; Diamond & Spillane, 2004; Elsbree, 1939; Firestone, 2014;
Kelley & Odden, 1995; Thoonen et al., 2011) and tied to increased student
achievement and improved classroom practices in high-stakes subjects
(Odden et al., 2000; Timperley & Alton-Lee, 2008; Yuan et al., 2013). School
districts may use student data to identify performance deficiencies in high-
stakes subjects and allocate districts’ funds for targeted teacher PD in these
subjects. Improving low test scores then becomes the driving force of school
and district PD programs. Nuance and context are often disregarded, and all
teachers are compelled to participate, regardless of their professional needs
or levels of experience. Such an inflexible approach would be anathema
amid an exogenous shock, where policy ought to be at its most responsive
and adaptable. If PD can be conceptualized as “the relationship between
educators and the conditions under which they work” (Hardy, 2012, p. 2), it
cannot be divorced from the context in which it is implemented. Insofar as
the context itself is transformed by an exogenous shock, PD and PD policy

too must change.

Teachers ought to be centered in the design and implementation of
their learning. This holds in ordinary times, but it is critically important after
an exogenous shock, especially one like the COVID-19 pandemic in which
schools cease to be a physical center. Policymakers should suppose teachers
understand their students’ immediate and medium-term needs better than
central planners. This presumption ought to be reflected in the types of
supports offered for teacher learning. The pandemic showed that no two
classrooms were equal, even if they were formally the same subject. Perhaps
one had most students electing in-person attendance while the other was
half and half. Pedagogy would necessarily differ between these
circumstances, making a policy where all teachers in that department
engaged a specific PD program possibly counterproductive. Instead,

administrators should avoid mandatory, large-group PD experiences and
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emphasize teacher-specific and small-group approaches instead. Teachers
may be placed in a collaborative learning group where they could converse
with colleagues but still sufficiently target their and their students’ needs.
Along the same lines, there need to be mechanisms for teachers to track and
submit for credit the hours they spend in informal and nonstandard PD. For
instance, as we previously mentioned, the pandemic reinforced teachers’
mental wellbeing as key to their motivation to learn. This was not an issue
traditionally thought to be within the ambit of teacher PD. To the extent
current policy precludes teacher participation in these opportunities, it
should be revisited, at least on an emergency basis following an exogenous

shock.
Concluding Remarks and Propositions for Future Research

As teachers navigated a challenging pandemic reality, PD was a basic
recourse. Majorities participated in new professional learning communities
on remote learning (Hamilton et al., 2020), and early data suggest that
access to these types of opportunities was associated with teacher well-
being and job satisfaction (Chan et al., 2021). As we have noted elsewhere,
evidence that high-quality PD strengthens teacher knowledge and skills is
reasonably robust (e.g., Darling-Hammond et al., 2017; Hill et al., 2013; Kraft
& Blazar, 2018). Prior research has also shown that certain types of PD, such
as one-on-one coaching, can improve teacher self-efficacy for instruction
(Tschannen-Moran & Chen, 2014; Tschannen-Moran & McMaster, 2009).
Less has been written about how PD breeds teacher resilience—that is, how
it might help teachers recover from events that destabilize their work or
cause them to doubt their competence. When teachers face an exogenous
shock that implicates instruction, PD is often a first-order response. Yet, until
the pandemic, scholarship on PD in relation to exigent events was virtually
absent. We consider this an oversight. As boundaries between school and
society become ever more permeable, understanding how internal and

external factors affect teacher learning is imperative. Exogenous shocks
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have potential to sap teachers’ motivation, intensify their needs, and
diminish their efficacy beliefs. PD may be an antidote, but more data and

better frameworks are needed.

We propose a renewed focus on teacher motivation in PD research.
Scholars often gesture at motivation, but it is not a core component of the
seminal, well-cited PD theories (e.g., Clarke & Hollingsworth, 2002;
Desimone, 2009; Guskey, 2002). Underwhelming PD outcomes are often
attributed to defects in PD program design, interventions, or
implementation. These considerations are important, but as we have
argued, shifts in teacher motivation, sometimes caused by exogenous
shocks, represent an equally salient area for inquiry. Researchers ought to
investigate motivation as a separate construct: one that operates alongside
but distinct from the outcomes and mechanisms typically centered in PD
studies, such as teacher knowledge and skills or student achievement.
Frameworks on teacher motivation in the PD context remain scarce, but in
recent years, new tools have emerged. Appova and Arbaugh’s (2018) model,
which grounds our work in this article, is a helpful theoretical device for
understanding the multifariousness of teachers’ motivation to learn. We
encourage its continued use, especially for cases where common
explanations prove insufficient, like exogenous shocks. Osman and Warner’s
(2020) measure of teachers’ motivation to implement new PD-related
practices may also shed light. Based in expectancy-value theory, the
instrument includes prompts such as “I am confident | can do what was
asked of me in this professional development” (expectancy for success), “I
am excited to put this training into practice” (task value), and “Applying this

III

training will be too stressful” (perceived cost). At nine items, Osman and
Warner’s scale, or one similar in content and length, is quickly administered
and could provide valuable information on how teacher motivation

influences PD implementation and effectiveness.
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In this article, we explored the effects of an exogenous shock, the
COVID-19 pandemic, on teacher PD in the U.S. Our insights provide scholars
an initial basis for examining teachers’ motivation to learn in relation to
various contexts—individual, classroom, school, district, state, and national.
Yet this work is provisional. We encourage the generation and application of
new measures and models of teacher motivation, efficacy, and resilience. As
the record further develops, the propositions we have discussed will evolve
in tandem. Moreover, while the principles we outline are broadly applicable,
and we encourage researchers to make ample use of them, it is important
to stress that our analysis is not delimited to a specific country or even to
viral pandemics. Responsiveness and learner-centeredness are virtues of
any PD enterprise, even when not answering an exogenous shock. By
structuring these ideals into the system, we may not prevent an exogenous
shock, but we will be better equipped to act quickly and comprehensively,

and to moderate its most deleterious effects.
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